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The Trafford Research Network was set up in November 

2017.  Colleagues from eleven schools from the Trafford 

Teaching School Alliance, working with researchers from 

the University of Manchester, took part in the second 

wave of collaborative enquiry between November 

2017 and June 2018.  We see collaborative enquiry 

as a mechanism to improve schools from within.  

Practitioners come together to investigate what is going 

on in their schools to help them make more informed 

and grounded decisions about their practice in relation to 

their children’s learning.  

Key to the enquiry process is creating spaces within and 

across schools for teachers to come together to share and 

learn from each other.  They engage in critical dialogue 

through articulating and reflecting on the complexities 

of their practice related to their enquiries, exploring 

and questioning external research, and sharing and 

challenging different perspectives.  One of the ways we 

decided to share these enquiry activities was through 

the creation of posters.  Participating colleagues created 

these to capture their experiences of and learning about 

their enquiry-based developments, and to help them 

communicate this to a wider audience.  

These posters represent a wide range of enquiry-based 

activities carried out across the Network. Many of our 

colleagues are continuing with these activities and as 

such, these posters represent a snapshot of their hard 

work, and their experiences and learning at a point 

in time.  In the spirit of our approach to collaborative 

enquiry, we welcome your scrutiny as critical friends, 

to not only help us develop our approach to enquiry, 

but also to provoke you to reflect on our collective 

roles in improving practitioners’ and children’s learning 

experiences to enhance children’s life chances.  

Sue Goldrick 

University of Manchester  

sue.goldrick@manchester.ac.uk
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What  impact does a new approach to teaching spelling have on staff and pupils’ 
confidence, engagement and accuracy? 

Led by Alice Pepper and Kathryn Manion Trafford Research Network 2018 

Background & Context 
• As a large and high-achieving primary school, an area to improve identified in performance data was within KS2 spelling 

scores, attributing to fewer ‘greater depth’ judgements for pupils in the Spelling and Grammar KS2 SAT test.  
• Staff frustrations with spelling errors and general dissatisfaction with published spelling schemes of work led us to strive to 

find out how we could improve the teaching of spelling through an enquiry approach. 
• This project consolidates the initial research project which investigated methods that helped pupils to spell well, with  the 

aim of putting into place a new scheme of work personalised to Tyntesfield. 
• Teachers were encouraged to develop their teaching of spelling by making it a performance management target, as well as it 

being a whole-school development target. This ensured spelling was a high-priority focus for the academic year. 

Key principles of the new approach to teaching spelling: 
• A scheme of work for spelling was devised based on our previous research findings. This included objectives, word lists and 

the introduction of techniques to teach spelling in a challenging and engaging manner incorporating coverage of phonology, 
morphology and orthology. Chandler (2000) argues that spelling is a problem-solving activity, not just memorization and drill. 

• Staff received on-going CPD led by the English Leader and by sharing good practice through open dialogue across key stages. 
This ensured that ideas put into place were effective and worthwhile, as well as having  maximum impact on the children's 
learning of spelling.  Our approach includes:  

• challenge: teach through word investigation e.g. word sorting activities by pattern seeking; 
• regular, short bursts of teaching to re-visit and re-view a progressive list of objectives; 
• rule and non-rule based spelling taught using a variety of engaging activities focused on active learning; 
• a focus on continuous self-assessment of spelling weaknesses, vital for personalising learning and ensuring 

pupils are self-aware of their own spelling errors; 
• home-learning to relate to etymology (history of word origins) as well as application of learning in context. 

Findings: 
- Confidence related 
strongly to knowledge. 
Staff lacked subject 
knowledge on spelling 
rules and the 
understanding of how 
to teach them in 
context. 
-Staff needed guidance 
on how to structure a 
series of progressive 
lessons. 
-Pupils lacked 
understanding of the 
mechanics of spelling 
and how to make links. 
- A progressive list of 
objectives was lacking 
across KS2. 

Confidence 
Evidence:  Staff reflection logs, pupil forums, staff questionnaires, peer observations, 

discussions and audits. 
Actions: targeted CPD related to staff needs highlighted on reflection logs, timetabling 

support, rule/non-rule based lesson planning, sharing of good practice, trialling of 
assessment techniques and organised objectives for each year group. 

 

  
 
. 
 

 Following CPD, staff are now 
aware of how to timetable and 
teach progressive lessons 
where children investigate, 
practise and apply spelling 
knowledge.   

 Staff confidently employ a 
range of activities to teach rule 
and non-rule based spellings. 

 Staff able to adapt lessons to 
meet the needs of learners. 

 Staff confidence improved by 
17% and knowledge by 20%. 

 Reluctant spellers and capable 
spellers valued their cohesive 
understanding of the rules and 
voiced improved confidence.  

 
  

 

 
Findings: 
-Staff valued spelling 
but few had thorough 
understanding of rules. 
-Some staff (and pupils) 
lacked interest due to 
drab resources and 
lessons not being 
regularly timetabled. 
- Pupils lacked 
engagement without 
focused rule-based 
lessons or active, 
targeted learning-
based activities. 
- Pupils who were 
competent spellers 
were engaged with the 
subject but found 
lessons didn’t challenge 
them. 
 

 Staff knowledge has   
             improved  and in turn their      
             enthusiasm  and engagement  
             in teaching  spelling. 
 Staff regularly timetable 

lessons, carrying out active 
learning. Spelling is a priority. 

 Pupils are able to identify a 
range of activities regularly 
undertaken and have secure 
knowledge of their own 
strategies to practise and 
apply spelling. 

 Pupils were observed to be 
actively engaged in class and 
enthused about spelling;  

             able to articulate and  
              explain spelling rules. 

 

Findings: 
-Teachers were 
frustrated by children’s 
common word errors in 
books.  
-Concern about how to 
get pupils to apply 
their learning outside 
of the spelling lesson. 
-Pupils lacked 
awareness for self-
correcting errors. 
-Formative tests were 
not targeting taught 
objectives so showed 
no progress. 
-Teachers wanted to 
improve their own 
accuracy in the rules 
they were teaching. 

 

 
 
 
 
 

Engagement 
Evidence:  Staff reflection logs, pupil forums, staff questionnaire and discussions, pupil 

books, learning walks and observations. 
Actions: putting CPD into practice: activities targeted rule and non-rule based spelling, 

consistency developed in approach, sharing of good practice from KS1 (phonics). 
 

Accuracy 
Evidence:  Pupil books and forum, staff planning and discussion, formative test data, staff 

and pupil discussions. 
Actions: spelling challenge tasks introduced to pupils, teacher-developed formal 
testing, support with spelling editing and feedback, improved pupil self-reflection. 

 

Impact  
• Teachers are better-skilled in teaching spelling and have improved their phonological, morphological and orthological understanding. 
• Application of ideas from external research, such as that of Chandler (2000), has underpinned the approach.  This emphasises the 

importance of teaching pupils spelling rules as a foundation for their understanding of how the spelling system works.  They can then 
see patterns, build words and relate this to the word’s meaning, which also helps them to develop their vocabulary knowledge. 

• Sharing of good practice and peer observation has supported staff throughout and enabled an open dialogue. 
• Key Stage 2 pupils are often taught in (fluid) ability groups to personalise the approach and challenge as well as ‘fill the gaps.’ 
• A consistent, progressive scheme of work is in place that fits with National Curriculum expectations and skills children in spelling. 
• Pupils log their own errors, employ effective checking and editing procedures and self-assess their own spelling ability. 
• There is a ‘buzz’ around learning spelling and all teachers and learners value the importance of their improved knowledge, skills and 

understanding. An effective strategy for teaching is now in place. 

Next Steps 
• Finalise the objectives for coverage across school in collaboration with staff, following the trial period held this year . 
• Agree and focus on the most effective activities and most successful methods of teaching found over the course of this year by 

feeding back successes across school and addressing the pupil voice. 
• Agree and uphold the key principles of the Tyntesfield approach to teaching spelling (the ‘what and how’). 
• Establish expectations and future accountability to maintain focus and high standards. 
• Consolidate strategies for self-correcting spelling to promote pupils’ increasing independence and accountability. 
• Agree assessment expectations and regularity of home-learning to ensure consistency. 
• CPD to be continued on phonology, morphology and orthology to further develop staff’s expertise. 
• Spelling to continue as a School Development Plan objective to continue to monitor and develop staff expertise into a third year. 
• Continue to develop our practice through self-reflection and sharing of success as a team exploring further ideas through enquiry.  

‘Spelling lessons are much more fun. I 
like the games; I especially enjoy the 

spelling disco.’ (Y4 Pupil)  

‘Children talk to each other about rules and the 
strategies that they use and spelling is much higher 

profile in editing sessions. It is definitely having a 
positive impact!’ (KS2 teacher) 

‘I am enjoying teaching spelling, the children are now 
seeing it as a valuable lesson and put the time and 

effort into practising their spellings during our sessions. 
I feel they are becoming more resilient.’ (KS2 teacher)  

Staff reflection logs were filled in each term to monitor the teachers’ confidence and knowledge 
level, successes, reflections and queries. 

Pupil forums took place twice within the year to monitor pupils’  knowledge, skills and reflections. 

 Teachers teach an improved, 
simplified progressive word 
list for exception words  which 
is improving accuracy. 

 Editing process for writing 
includes a range of strategies 
put in place for pupils to self-
regulate own errors e.g. use 
of a personal spelling log. 

 Half-termly assessment 
changed to form spelling 
challenges whereby children’s 
gaps could be clearly 
identified and re-visited. 

 Teachers have improved 
understanding of spelling 
rules through completing  

              their year’s cycle. 
 

 

Improvements Improvements Improvements 
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How do children learn and recall 
times table facts and how do we 

facilitate this at our school? 

OUR QUESTION At our 
school we were aware of a disparity 
amongst our Key Stage Two children with 
their ability to recall multiplication facts. 
Some of our pupils were incredibly fast 
and accurate with this whilst others 
found it difficult. We wanted to explore 
how we already help children in this area 
whilst also finding the most effective 
methods to do this in the future. 

THE TEAM Our team 
consisted of Ros Brown and 
Chris Locke. Ros is a teaching 
assistant working mainly in 
Year Four and Chris is a teacher 
in Nursery. The Key Stage Two 
teachers and the SLT team 
were also involved. 

STAFF SURVEY We surveyed the 
teachers in Key Stage Two about how they teach 
multiplication in class and their expectations of 
children working out of school. We found that a 
wide range of activities and methods are used with 
consistency of approaches in both lower and 
upper Key Stage Two. In Years Three and Four an 
emphasis was placed upon developing an 
understanding of multiplication with recall 
developed as an additional skill through games, 
songs and other activities before being tested. 

CHILD INTERVIEWS We spoke to 
the sample group individually after they had played 
a variety of multiplication games in an observed 
session in class.  We found that the children 
predominantly selected activities which they 
considered to be fun and challenging.  A wide range 
of methods were used, with the higher attaining 
pupils preferring either instant recall or starting 
from a known multiple and adding on. 

PARENTAL SURVEY 25 out of 30 
parents responded to our survey. The feedback 
showed no strong link between practising at home 
and attainment in school. However there was a trend 
among the lower attaining pupils to practise using 
mainly verbal questioning and homework tasks set by 
the teacher. The higher attaining pupils who practised 
at home in contrast used a broader range of methods 
including verbal questioning, singing, books and apps. 

DIAMOND 9  

QUESTIONS As a school we 
need to explore the following… 
- Can we offer a flexible approach 

towards teaching and practising 
multiplication that allows for 
individual interests and needs? 

- How can we balance our desire to 
place an emphasis upon teaching 
methods that explore times tables to 
deepen understanding with the 
necessity to be able to use 
memorisation as the quickest and 
most accurate method of solving test 
questions? 

- How do we want parents to support 
their child’s multiplication 
development and how can we help 
parents to do this? 

Starting 
points 

Gathering 
Data 

Review 

WHAT WE FOUND OUT We found no evidence to suggest that 
one method of teaching multiplication was more beneficial than any other across 
this group of children. Each individual in our sample group had their own 
preferred ways to practise times tables and utilised different methods to solve 
multiplication questions. The child interviews showed that our highest attaining 
pupils used instant recall (“Usually I just know the answer. I’m not really sure 
how.” – Year 4 pupil). Academic research argues that whilst memorisation is an 
effective method to solve multiplication questions (Steel and Funnell 2003) it does 
not help to develop a deeper understanding of multiplication (Boaler, 2015).  

SAMPLE GROUP For 
the purposes of our child based data 
(interviews and Diamond 9s) we 
used a benchmarking test to select 
two higher attaining, four average 
attaining and two lower attaining 
pupils  from the Year Four class. 

  High priority Middling priority Low priority Left out of the 
diamond 9 

Trionimoes 5 2 1 - 

Apps 3 3 - 2 

Songs 3 2 1 2 

Timed Games 3 1 1 3 

100 Square Patterns 2 2 3 1 

Wall Charts 2 1 1 4 

Memorising (Rote Learning) 2 1 - 5 

Spoken Test 2 - 1 5 

Board Games 1 2 2 3 

Quiz Quiz Trade 1 1 4 2 

Bingo - 6 1 1 

Arrays - 3 1 4 

Written Test - - 5 3 

BACKGROUND 
The 2014 National 
Curriculum states that pupils 
in Year Four should be able to 
“recall multiplication and 
division facts for 
multiplication tables up to 12 
X 12.” Trials have begun this 
year for a times table check 
in Year Four which is 
scheduled to become 
mandatory in 2019-20. 

- Trionimoes were the most 
popular choice 
- Written tests, bingo and 
arrays were never selected as 
a high priority choice 
- Memorisation was left out 
completely more than any 
other  choice 

- 46% of parents said they 
do practise times tables 
with their child 
- All the methods of 
practise parents described 
focused on memorisation 
of times table facts 

“When I do 
times tables I 
feel confident 
but I worry 

about if I will 
get it right.” – 

Year Four 
pupil 

“Trionimoes should be 
at the top because you 
learn and have fun at 

the same time.” – 
Year Four pupil 

“…the memorization of  
math facts through times tables 
repetition, practice and timed 

testing is unnecessary and 
damaging.” – Boaler (2015) 

“…retrieval and retrieval + 
calculation were the most accurate 

[and fastest] strategies, mixed 
strategies were next in accuracy, and 

counting in series was the least 
accurate [and slowest].” 

– Steel and Funnell (2003) 

Woodhouse 
Primary 
School 
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The blue instruction columns are for your help 
designing and will not print out on your poster  

 
This PowerPoint 2007 and 2010 poster template produces a 
landscape style poster. This view is as a four column poster 
(although this can be altered – see Modifying instructions below) 
and includes the University Logo, Faculty Name and Faculty web 
address. This template can be printed to any of the International 
Standard Paper sizes (A0,A1,…etc) 
  
The template should help design a well laid out scientific poster 
and will hopefully save you time by not having to start from scratch. 
 
The template has all the elements you need to create your poster, 
and by simply dragging and dropping the individual poster 
elements you can quickly and simply get a well laid out poster. 
 
If you have any questions regarding the templates, or if you want to 
get your poster printed by us please contact : 
PhotoGraphics Unit on Tel: 0161 275 5258 or  
Email: photographics.lifesciences@manchester.ac.uk 
 
Modifying the Poster Layout 
 
This PowerPoint 2007-10 template has three different column 
layouts. To change to one of the different layouts, Right-click your 
mouse on the background (not on the columns or title bar) and click 
on “Layout” to see the different layout options.  
 
The columns in the provided layouts are fixed and cannot be moved but advanced users can modify 
any layout by going to VIEW and then SLIDE MASTER. 
 

Using the placeholders 
 
To add text to this template click inside a placeholder and type in or 
paste your text. To move a placeholder, click on it once (to select 
it), place your cursor on its frame and your cursor will change to the 
symbol of your ‘mouse pointer on a cross’.  
You can then, click once and drag it to its new location where you 
can resize it as needed.  
Additional placeholders for Titles, Text and Images can be found on 
the right hand instruction column of this template. 
 
Viewing your poster 
 
To get an idea as to how you poster will look, you can view the 
template at the size it will look like when printed. To see what you 
poster will look like at A0 view the template at 100%. To view your 
poster at A1 view the template at 70% (to zoom in and out go to the 
VIEW menu and click on ZOOM to set your preferred 
magnification). 
 
Removing Template Elements 
 
To remove any of the Sub-Title Bars and text boxes that are 
already on the template and that you don’t need, just select them 
with the mouse and press the delete key. 
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Importing Text and Graphics from External 
Sources 
 
Text: Paste or type your text into a pre-existing placeholder or drag 
in a new placeholder from the left side of the template. Move it 
anywhere as needed. 
 
Photos/Images: Drag in a picture placeholder, size it first, click in it 
and insert a photo from the menu. 
 
Tables: You can copy and paste a table from an external document 
onto this poster template. To adjust  the way the text fits within the 
cells of a table that has been pasted, right-click on the table, click 
FORMAT SHAPE  then click on TEXT BOX and change the 
INTERNAL MARGIN values to 0.25 
 
Graphs: You should save graphs as image files such as jpeg, in 
the programme that you created them in e.g. excel, and then insert 
them into the poster using the Photo/Images instruction above.  
(Don’t copy and paste you graph from the programme e.g. Excel directly into the template as the 
graph may not print properly) 

 
 
Poster Elements 

 
Use the sections provided below to add new elements to your 
poster: Drag a placeholder onto the poster area, size it, and click in 
it to edit. 
 
Sub-Heading placeholder 
Move this sub-heading placeholder onto the poster to add another 
sub-heading. Use section headers to separate the sections and 
topics on your poster.  
 
 
 
Text placeholder 
Move this preformatted text placeholder to the poster to add a new 
body of text. 
 
 
 
 
Picture placeholder 
Move this graphic placeholder onto your poster, size it first, and 
then click it to add a picture to the poster. 
 
 
 
 
 
 
 
 
 
 
 
 
 
PhotoGraphics Unit – University of Manchester 
1.828 Stopford Building, Oxford Road, Manchester, M13 9PT 
Tel: 0161 275 5258  
Email: photographics.lifesciences@manchester.ac.uk 
 
 
 

 
 
 
 

 
 

 
 

 For the purpose of this research, we define 
inclusion as neurotypical children involved in 
activities/settings along side children with 
additional needs/disability.  
 

 
 
The aim of this project was to gather and record evidence, 
that was purposeful, with a trustworthy, credible and 
ethical approach, and obviously, with a total inclusive 
focus 
 
 
 
 Sports project – introducing inclusive sports 
 10  Year 4 children from Woodhouse Primary School and 

10 children across Key Stage 2 from Delamere School 
 Delamere School is a generic primary special school  which 

caters for children with a range of learning difficulties.  
The children taking part  in this project were working 
between P4 and Year 1  

 The schools are located closely geographically although 
Delamere takes pupils from a wider area. 

Definition of Inclusion 

Methods 

Woodhouse Pupils Questionnaire  

Responses to the Questionnaires 
Here are just a small sample of “pupil voice”. Anonymity has been 
maintained for ethical reasons. 

Pupil Quotes Activities 
The sporting activities included, Boccia, New Age Curling and 
Table Cricket [see below]   

Reflective Summary 
• Staff and children from both schools judged this project to have 

been a success 
• Delamere pupil progress indicated that involvement in the project 

had no measurable impact on academic progress. 
• The comments collected from Delamere pupils indicated that they 

found the project a positive experience. 
•  The questionnaire at the end of the project indicated that the 

children at Woodhouse primary had increased positive attitudes 
towards disability. The children also had heightened awareness 
about disability around them and could identify more celebrities 
and family members with a disability. 

• Delamere staff were enthusiastic about running further similar 
projects. They felt that the project had a positive impact on the 
Delamere but not necessarily on themselves as individuals.  

• Woodhouse staff similarly felt that the project had had a positive 
impact on the school /children but not necessarily on themselves 

• Woodhouse staff were unanimous that they would embrace more 
opportunities for inclusion. 

• With regards to inclusion in a mainstream school Delamere staff 
felt that the main challenge would be appropriate staffing levels. 
None of the Delamere staff mentioned that their mainstream 
colleagues may not have the skills to work with children with a 
disability. 

• Many of the staff from Woodhouse felt that they needed further 
training. Some requested support with specific areas of SEND- 
SEMH, and communication.   
 

What  Next? 
• Discussions about running a similar project regularly. 
• Offer training as part of outreach provision. 
 

 Work with children from Woodhouse Primary prior 
to project – lesson, questionnaire 

 The project was a sports project held at Delamere. 
The children from Woodhouse attended 10 sessions 
and were transported using the Delamere minibus 

 The sports delivered during this project were 
“inclusive sports” 

 Throughout the project quotes were collected from 
the children 

 Plenary with Woodhouse Primary after the project – 
were we collected views via a ‘Diamond 9’ activity 
(see image in third column) and the original 
questionnaire was repeated 

  Woodhouse staff views were collected via a 
questionnaire 

 Delamere staff views were collected via a 
questionnaire 

 Pupil data from Delamere was analysed using B 
Squared. We analysed progress in communication 
and PSHE 

Staff Views on Challenges to Inclusion within 
Mainstream Setting 

Equipment
Access
3rd Qtr
4th Qtr

What is the Impact of Inclusion? 

Delamere School 

Barbara Telford, Roseanne Hutchinson, Gemma Berkul  

 

0

1

2

3

4

5

6

7

Positive

Same

Negative

M, E, T and P 
stopped talking 
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 “I liked it 
because 

everyone was 
playing it” 

 [Quote from a 
child from 

Woodhouse] 
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Example of a Diamond 9 from children at Woodhouse 
Children worked in pairs – 10 children in total. 
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Network 2018 

We were interested to find out what staff in different settings perceived as the  challenges to 
inclusion within a mainstream setting.  Colleagues in both settings  saw staffing as the main 
challenge.  However colleagues in the mainstream  perceived staff training as an issue whilst 
colleagues in the specialist setting  identified  inclusion activities as being highly staff intensive 

The staff questionnaires had similar questions and there are some similarities 
in responses. Staff in both settings were keen to be involved in further 
projects, however some of the staff in the specialist school had a negative 
response to an inclusion project taking place in a mainstream setting. 

We asked the children a range of general questions around disability. What was 
puzzling was a change in awareness of the children’s awareness of disability amongst 
their family and friends following their experiences at Delamere.  

“I have made  
new friends “ 
[ Quote from 

Delamere 
Child] 

“Go on mate you 

can do it”  
[Woodhouse Child 
Talking to a child 
from Delamere] 

TRN contact: Sue Goldrick 
sue.goldrick@manchester.ac.uk 
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The blue instruction columns are for your help 
designing and will not print out on your poster  

 
This PowerPoint 2007 and 2010 poster template produces a 
landscape style poster. This view is as a four column poster 
(although this can be altered – see Modifying instructions below) 
and includes the University Logo, Faculty Name and Faculty web 
address. This template can be printed to any of the International 
Standard Paper sizes (A0,A1,…etc) 
  
The template should help design a well laid out scientific poster 
and will hopefully save you time by not having to start from scratch. 
 
The template has all the elements you need to create your poster, 
and by simply dragging and dropping the individual poster 
elements you can quickly and simply get a well laid out poster. 
 
If you have any questions regarding the templates, or if you want to 
get your poster printed by us please contact : 
PhotoGraphics Unit on Tel: 0161 275 5258 or  
Email: photographics.lifesciences@manchester.ac.uk 
 
Modifying the Poster Layout 
 
This PowerPoint 2007-10 template has three different column 
layouts. To change to one of the different layouts, Right-click your 
mouse on the background (not on the columns or title bar) and click 
on “Layout” to see the different layout options.  
 
The columns in the provided layouts are fixed and cannot be moved but advanced users can modify 
any layout by going to VIEW and then SLIDE MASTER. 
 

Using the placeholders 
 
To add text to this template click inside a placeholder and type in or 
paste your text. To move a placeholder, click on it once (to select 
it), place your cursor on its frame and your cursor will change to the 
symbol of your ‘mouse pointer on a cross’.  
You can then, click once and drag it to its new location where you 
can resize it as needed.  
Additional placeholders for Titles, Text and Images can be found on 
the right hand instruction column of this template. 
 
Viewing your poster 
 
To get an idea as to how you poster will look, you can view the 
template at the size it will look like when printed. To see what you 
poster will look like at A0 view the template at 100%. To view your 
poster at A1 view the template at 70% (to zoom in and out go to the 
VIEW menu and click on ZOOM to set your preferred 
magnification). 
 
Removing Template Elements 
 
To remove any of the Sub-Title Bars and text boxes that are 
already on the template and that you don’t need, just select them 
with the mouse and press the delete key. 
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Importing Text and Graphics from External 
Sources 
 
Text: Paste or type your text into a pre-existing placeholder or drag 
in a new placeholder from the left side of the template. Move it 
anywhere as needed. 
 
Photos/Images: Drag in a picture placeholder, size it first, click in it 
and insert a photo from the menu. 
 
Tables: You can copy and paste a table from an external document 
onto this poster template. To adjust  the way the text fits within the 
cells of a table that has been pasted, right-click on the table, click 
FORMAT SHAPE  then click on TEXT BOX and change the 
INTERNAL MARGIN values to 0.25 
 
Graphs: You should save graphs as image files such as jpeg, in 
the programme that you created them in e.g. excel, and then insert 
them into the poster using the Photo/Images instruction above.  
(Don’t copy and paste you graph from the programme e.g. Excel directly into the template as the 
graph may not print properly) 

 
 
Poster Elements 

 
Use the sections provided below to add new elements to your 
poster: Drag a placeholder onto the poster area, size it, and click in 
it to edit. 
 
Sub-Heading placeholder 
Move this sub-heading placeholder onto the poster to add another 
sub-heading. Use section headers to separate the sections and 
topics on your poster.  
 
 
 
Text placeholder 
Move this preformatted text placeholder to the poster to add a new 
body of text. 
 
 
 
 
Picture placeholder 
Move this graphic placeholder onto your poster, size it first, and 
then click it to add a picture to the poster. 
 
 
 
 
 
 
 
 
 
 
 
 
 
PhotoGraphics Unit – University of Manchester 
1.828 Stopford Building, Oxford Road, Manchester, M13 9PT 
Tel: 0161 275 5258  
Email: photographics.lifesciences@manchester.ac.uk 
 
 
 

 
 
 
 

 
 

 
 

Longford Park School is a specialist provision for children who have  a 
range of complex needs with a high proportion with emotional and 
social difficulties. 63% (nat. av. 24.9%) of children are eligible for the  
pupil premium grant, and currently 20% of the children are looked after 
or previously looked after children. The children have high levels of 
vulnerability having experienced trauma and attachment difficulties 
from a very early age. Their resilience and understanding of themselves 
and others is one of the main areas Longford Park School develops 
within children. 
Core values redevelopment began in Spring 2017. All staff were involved 
in thinking about different areas regarding impact upon the school, how 
these values would be implemented, branding and becoming the living 
culture within the school. 
In Autumn 2017, the new set of core values ‘Believe, Belong, Become’ 
was launched across the school community. To further enhance the 
values, and help them be more relatable to our children, we decided to 
begin the journey of exploring UNICEF’s ‘Convention on the Rights of the 
Child’ (CRC) with staff and children. 

Context 

Why RRSA? 

• Andrew Taylor - Headteacher 
• Janet Osguthorpe - Assistant Headteacher 
• Natasha Shafai - Higher Level Teaching Assistant  
• Aaron Scanlon - Youth Engagement Worker 
• All staff and pupils  

Process 

The analysis of the children’s survey was carried out with 58 children. It 
uncovered some areas that had not been initially identified.  This lead us 
in a number of different directions. See Fig.1 below.  
 
 
 
 
 
 
 

Fig 1: Sample of responses leading to new areas of enquiry 
A number of the children who had felt their voice was not heard were 
those who volunteered to become Rights Ambassadors, despite a very 
strong School Council. (These children were identified as having been 
some of the children who did not feel their views were asked for or 
always felt safe in school.) They quickly began using a method of their 
choosing to take turns, using a hands ‘out’ approach  in meetings and 
were making decisions. While this did not translate into their classrooms 
for all children, the level of respect within meetings rose as they were 
empowered to take control. 
The charters were developed by the children in each class with all the 
adults who work with them. Each charter is different expressing the 
language and levels of understanding of the class group.  
The Rights Ambassadors, supported children’s understanding of the 
umbrella rights by developing and recording an assembly shown to all 
children. As a finale to their assembly, the Ambassadors all shouted out 
article one – “We all have the rights to know our rights”, as they felt this 
was so important. 

 Observations and Analysis Impact and Feedback 
Data was collected and collated from the Child Protection Online 
Monitoring System where incidences of negative language use are 
logged: 
• Sept – Jan  19 incidents  - 15.8% of school population 
• Feb – May  15 incidents   10% of school population. 
Within these results there remain a core number of children who 
continued to use inappropriate language but the frequency of usage had 
decreased. 
Conduct incidents were also investigated using this system 
• Sept – Jan  55 incidents   42% of school population 
• Feb – May  32 incidents.  28.8% of school population 
Children want to feel safe and are increasingly aware that their language 
and actions impact on their peers and understand that everyone has the 
right to feel safe within school. 
Children are using their words rather than physical actions. Since 
introducing the classroom charters, observations show that children are 
more aware of their use of language when frustrated and are trying to 
use their voice rather than physical behaviours. 

1. Regular repetition and overlearning of specific umbrella rights 
supports only the basic understanding in developing children’s voice. 
We need to develop understanding of individual rights to help 
children understand when and how they need to speak out for 
themselves and others. 

2. Different staff and types of space  to support individuals feeling of 
safety should be further developed with children in school. 

3. Involving children in decision making processes within their learning 
environment creates a common understanding. 

4. Children’s voice is a powerful force for change. The number of 
children in school has increased by >25% but negative incidents have 
decreased.  

5. We need to have an increased focus on those children who are the 
core users of inappropriate language to help them increase their 
understanding of how they impact on others. Could we encourage 
them to take part more?  

6. We underestimated the length of time it would take within a 
specialist setting to develop individual’s understanding of the CRC.  

Next steps 
• CRC linked to curriculum using specific areas to teach about rights 
• Children to make own charters with parents for home 
• How will this embed with more new children next year? 
• What impact will this have on children longer term as they leave our 

school and transfer into new schools? Will it support their ability to 
remain in their High School placements? 

RRSA is a structured way of schools developing children’s understanding 
of  UNICEF’s CRC. It is an ethos and a way of thinking that encourages 
children to know their 42 rights, and be able to respect them for 
themselves and others. There is a framework to support schools but 
each individual school uses it in a way that meets the needs of their 
children. 
We wanted to have a positive impact upon the levels of tolerance, 
understanding and respect of and for all children, to further support the 
core values and hence further improve each child’s understanding and 
awareness of social skills for all.   
However, despite the research from UNICEF showing that there would 
be a positive impact on specific aspects of behaviour where 
relationships, behaviour and attitude improve this was predominantly 
for mainstream schools. UNICEF UK (no date, p.5) explain in their 
booklet ‘Myths and Misconceptions about the CRC’, that some of the 
rights of the CRC talk about children’s relationships with one another but 
they do not put a duty on the child’s relationship with other children. 
The research had been carried out in schools in a range of contexts but 
none have been similar to ours.  

Children were asked about their feelings of safety within school . They 
took pictures of where and when they felt most safe.  (A high proportion 
of children in our setting often feel unsafe because of their previous 
trauma and high levels of anxiety.) 
The photographs and comments fell into three broad groups: 
•  Adults who make me feel safe 
• Small spaces that make me feel safe 
• Outside spaces that let me move and breathe fresh air 
As argued by Twemlow et al (2002 p.315), we aim to create 
environments that can ‘integrate aggression and love’ to support 
children in their learning, since an ‘inability to hold aggression is 
fundamentally destructive to the child’s capacity to learn’. 
 
 
 
 
1                                         2                                       3 
Picture 1: ‘I feel safe when I run around’ 
Picture 2:’Mr Lowe makes me feel safe’ 
Picture 3: ‘I feel safe when I lie in the cupboard when I am feeling sad  
                  and anxious’. 

 Rights for Life: 
• To be healthy 
• To have an education 
• To be safe from harm 
• To be treated fairly 
• To have a childhood 
• To be heard 

 
• Assemblies and specific lessons were agreed upon with further 

staff meeting time allocated each term. 
• A more detailed survey of the children was carried out to 

interrogate  their views in greater depth. 
• All staff agreed to use rights to give specific  praise to children thus 

bringing rights into everyday language use around the school 
community. 

• All staff carried out specific lessons about introducing rights with 
children initially helping them to differentiate between wants and 
needs. 

• Each class developed their own ‘charter’ expressing how they 
wished to be treated using the umbrella rights. 

• Children volunteered to become parts of the Rights Group which, 
initially, met weekly. The group decided on a number of areas they 
wished to focus on and were aught about the CRC as part of this.  

What benefits are there to implementing the Rights 
Respecting Schools Award (RRSA) in a specialist provision? 

Longford Park School 
Janet Osguthorpe and Natasha Shafai 

Who was involved? 

All staff and children completed the UNICEF survey to give a baseline. 
The initial baseline survey was analysed and although there was very 
little knowledge of rights throughout the school community, a key theme 
of a lack of tolerance or understanding came through from the children. 
Following this, staff attended a staff meeting to think about whether this 
would be the right approach for our school. We looked at all 42 of the 
rights from the CRC and grouped them into six umbrella rights, in order to 
investigate and think about how this could be incorporated within school.  
We called these six umbrella rights the ‘Rights for Life’. 

Hunches… 
The initial thoughts and observations were: 
• Inappropriate language was being used as a way to upset 

others and as a way of gaining attention, and reinforced the 
negative self image some children held. 

• Transport for some children seemed to  cause distress on 
entry to school. 

Do you feel safe in school? 

 
  

47% 

 
  

36% 

 
  

14% 

 
  

2% 

 
  

2% 

Do children speak respectfully to each other? 

 
  

29% 

 
  

26% 

 
  

29% 

 
  

16% 

 
 

0%  

Does school ask for your views about important 
things in school? 

 
  

48% 

 
  

14% 

  
          

14% 

 
  

14% 

 
  

7% 

 Question 
All of the 
time 

Most of 
the time 

Some of 
the time 

not 
often 

Never/
not at 
all 

We use it everyday (the charter) and 
the children are now saying when 

they are feeling upset or frustrated. 
They use it to remind each other 
when in class of what we all want 
our space to be like. Class teacher 

Findings 

Trafford Research 
Network 2018 

• Twemlow et al(2002) Feeling safe in school, Smith College Studies in 
Social Work, 72(2), pp202-326 

• UNICEF UK (no date) Myths and Misconceptions about the Convention 
on the Rights for the Child, Rights Respecting Schools UNICEF UK 
Available at https://www.unicef.org.uk/rights-respecting-
schools/resources/teaching-resources/(Accessed:16 March 2018). 
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 It would appear that the demographic of our school is 
changing to some extent with an increase in white British 
pupils (5% over 5 years). However, there are still large 
numbers of Indian and Pakistani pupils, and a broad 
range of other ethnicities represented at our school. 

 
 Our research indicates that we do have more pupils 

from higher income families in EYFS. 
 
 This suggests that the demographic of Seymour Park is 

becoming more diversified with pupils’ home lives and 
experiences outside of school becoming more varied.  

 
 More middle class children in school suggests that we 

should consider child centred pedagogy relating to how 
individuals are shaped by their environment and the 
variables with which they surround themselves 
(VanderStel 2014), drawing on wider experiences 
outside of school in our teaching.  

  
 We also need to consider how we support our working 

class children.  Research by Hempel-Jorgensen (2015) 
suggests that this group of children perceive themselves 
to not do as well as middle class children.  

 
 
 

Disseminate the findings of the project with the rest of 
the staff and deliver training on child centred pedagogy 
in relation to the child’s family’s economic status. 
 

Consider the mind-set of teachers towards low income 
children and how they learn, as this has been shown to 
have a significant impact on how teachers support 
children’s learning. (Milner, 2013). 
 

To carry out focus groups with the children to determine 
their self perception within the classroom – where do 
they see themselves academically compared to their 
friends and why? (Beckett and Wrigley, 2014 ) 
 

Repeat the parent questionnaire at the same time of 
year and make a comparison with the responses from 
the previous year. 
 

Look at attainment scores across the school from KS1 
and KS2 end of year SATS results (2018) making 
connections with Pupil Premium and income of families. 

 
19% of the parents who responded to the questionnaire in 

EYFS (Nursery and Reception) earn £50,000 or above 
annually, compared to 12% in KS1, 4% in Lower KS2 and 
15% in Upper KS2. 

 
The majority of children from higher income families are in 

the lower end of the school – 38% in nursery, 34% in 
reception and 33% in Year 1 – compared to 14% in Year 5 
and 19% in Year 6.  

 
 
 
 
 
 
 
 
 
 

 
 
 

These figures correlated with FSM figures across the 
school : 7-8 children on FSM in nursery through to Year 2 
compared with 12-14 in Years 3 – 6. 
 

Analysing Class Teddy Diaries showed that a wide range 
of weekend activities were done with the children in 
nursery and Year 1 such as ballet, skiing, visits to family in 
other locations, theatre, yoga, museums etc. In contrast, 
in Year 3 and 4, the children played on their tablets, went 
to the park or went shopping.  

 
These findings could be explained by the fact that parents 

may invest more time in their children when they are 
younger or that the more affluent, middle class parents in 
our school are in the lower years.  
 

 However, quantitative analysis of questionnaire 
responses into what sorts of activities pupils did with their 
families outside of school revealed a similar pupil 
experience across key stages in school (supermarket and 
shopping centre visits featuring prominently). 
 

 
TRN contact: Sue Goldrick sue.goldrikc@manchester.ac.uk 

 We started the enquiry process by gathering data that 
we already had available to us in school (from the 
annual census) looking at home language and ethnicity, 
whilst being aware that this data is only as reliable as 
the person giving the responses. Free school meal 
(FSM) data was also analysed across the whole school 
and in individual year groups. 

 We looked at deprivation figures for the area from 
Trafford Innovation Lab and increases in house prices.  

 Class Teddy diaries in Nursery, two Year 1 classes, two 
Year 3 classes, the Rainbow Room and a Year 4 class. 

 Parent questionnaire sent to every children in the school 
and 220 parents responded (33% of the total number of 
children in school. The questionnaire was then analysed 
focusing on the occupations of the parents (annual 
income), ethnicity as reported by parents, activities that 
the families do at the weekends and how the parents 
support their child’s learning at home using quantitative 
and qualitative (thematic analysis) methods. 

 
 

 
 
 
 
 
 

How it began 

Caroline Friar – Assistant Head for Lower KS2 and Pupil 
Progress Leader 
Asa Kilgarriff - Year 5 teacher and MFL leader 
Sharon Freeman – EAL leader 

Seymour Park Community Primary School is a large 
primary school situated in Old Trafford, serving a multi-
cultural community. Traditionally families within Seymour 
Park Community are faced with high levels of 
unemployment, low paid/unskilled work, over-crowding, 
high crime rates and health issues. However, over recent 
years, there has been an increase in more affluent families 
moving into the area and therefore choosing Seymour Park 
Community Primary School for their children’s education.  
Our research has centred on whether the demographic of 
our school is changing and, if so, should this change the 
way we teach or our curriculum? 

The Enquiry Process 

Data Collection & Findings   

Who was involved? 

Next Steps 

How will the changing demographic of our 
school change the way we teach? 

 
Caroline Friar  & Asa Kilgarriff Trafford Research 

Network  2018 
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In October 2017  there were 111 (17%) white British 
children in the school, compared to 78 (12%) in October 
2012 – an increase of  5% across 5 years. 
 

However 28% of the children currently are Indian and 25% 
are Pakistani. 

 
 196 children have English as their home language in 2017 

compared to 129 in 2012 (29% of the school). The next 
most spoken language is Gujarati at 24%. 
 

 
 
 
 
 
Deprivation in Clifford Ward has decreased since 2010, the 

most positive change being in the Ayres Road and 
Henrietta Street area of our catchment 
 

In 2010 there was a significant increase in houses being 
sold in Clifford Ward which positively correlated with 23 
more children attending our nursery and 15 more children 
enrolling across the rest of the school. These figures have 
been maintained then with a current figure of 669 pupils on 
roll 
 

Average house prices in the catchment area have also 
increased over a twenty year period – a terraced house 
increasing from £25, 000 to  £100,000 
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Our focus: develop our understanding of why some children are unable to achieve the 
expected standard in reading for their year group.  

 

Our aim: develop strategies to further support these children in meeting age related 
expectations in reading. 

 

Context:  
• Assessment data shows that whilst some children make steady progress from year to 

year in reading, their attainment remains below the expected standard. 
• Data shows that this is the same group of children in each class as they move through 

school. 
 

Why this matters: 
• Reading is a key life skill and impacts on their ability to access the rest of the curriculum. 
• Reading has an impact on other English skills as more able readers become better 

writers and more confident speakers. 
• Finding out what the specific barriers are to the attainment in reading of these children 

will enable us to address them and provide carefully matched support. 

What was our focus? 

What did we do? 

Key Finding 1 
The children are not reading regularly enough at home. 

- 71% of the focus group only read once a week or not at all at home. (pupil views) 
- All teachers commented on the lack of parent comments in the children’s reading 

records. (staff questionnaire) 
- Only 30% of children are reading to an adult at home 4 or more times a week. (parent 

questionnaire) 
 
 

 
 
 

 
 

Key Finding 2 
The children read at a much slower pace and make more errors than their 

peers. 
- 56% of the focus group found a text for their age group hard or very hard to read. 

(miscue analysis) 
- All of the children are reading at a lesser speed than the expected standard, most are 

significantly slower. (miscue analysis) 
- The average error ratio for the group is 1:15. (miscue analysis) 
- These children are not usually able to complete test questions within the allocated time. 

(test analysis) 
 

Key Finding 3 
The children show a lack of interest in and enjoyment of reading. 

- Only 1 of the 14 children chose reading as one of their top 3 activities. (pupil views) 
- These children are easily distracted and couldn’t stay focused during comprehension 

activities. They are reluctant to contribute to whole class discussions around reading. 
(learning study) 

- Common comments from the pupil interviews included: 
 
 

 
 

Key Finding 4 
The children display poorer inference skills and show a lack of vocabulary 

knowledge. 
- All children scored a lower percentage of marks for inference and vocabulary than for 

retrieval. They scored lower than their peers across all domains. (test paper analysis) 
- Most children found it easier to answer retrieval questions than inference when 

discussing books they had read. (miscue analysis) 
- These children are not self-correcting therefore are not reading for meaning. (miscue 

analysis) 
- They needed lots of adult support and guidance to complete comprehension tasks in 

class. (learning study) 

What did we find out? 

What does this mean for us? 

What are our next steps? 
From our findings, there are three main areas for development within reading in our school. 
1) Reading Skills 

 Research available resources to develop the children’s speed and accuracy 
when reading aloud. 

 Improve the children’s comprehension skills through further comprehension 
activities linked to the content domains, in particular inference skills and 
vocabulary knowledge. 

2) Reading for Pleasure 
 Make further use of the school libraries. 
 Make use of the local library by organising class visits. 
 Hold some whole school competitions such as ‘Extreme Reading’. 

3) Parental Engagement 
 Provide parents with feedback following the parent questionnaire. 
 Publish a recommended reading list for each year group. 
 Introduce a reading reward scheme to encourage more regular reading at 

home to an adult. 
 Create a suggested list of reading related activities to be used in different every 

day contexts. 

 We now have a deeper understanding of children’s reading habits and specific areas of 
difficulty in reading. 

 We will continue our ‘quality first’ teaching practice whereby children develop good 
comprehension skills through weekly comprehension activities. 

 We will make further use of quality whole class texts with targeted questions designed to 
cover different content domains and question types. 

 We will develop our use of the content domains for quality questioning during guided 
reading sessions. 

 We will provide additional targeted support and reading opportunities for focus children. 
 We will consider ways to engage parents and encourage more reading at home. 
 We need to find out more about whether having English as an additional language 

impacts on achievement in reading. 

What does external research tell us? 

Why are some children unable to achieve the expected 
standard in reading? 

Well Green Primary School 
Rosie Shaw, Jennifer Bell and Michelle Emery 

Step 1: Staff questionnaire 
Staff completed a questionnaire to show how reading is approached and how often 

children are reading within their class (in school and at home). 

Step 2: Parent questionnaire 
Parents were asked to complete a questionnaire (141 were returned) to find out 

how often children are reading at home, for how long, who with and whether they 
are using the content domains.  

Step 3: ‘Miscue’ analysis 
16 focus children, four from four different classes, were chosen based on 

attainment. A miscue analysis (first created by Goodman (1973) as a diagnostic tool 
for investigating the reading process) was carried out individually with each child to 

generate an understanding of their reading speed, accuracy and recall.  

Strep 4: Learning Study 
The focus children were observed during a comprehension activity in class to 

ascertain information about their habits, listening skills and level of participation. 

Step 5: Pupil views 
The focus children completed an activity to show how they rate reading compared to 

other activities and to express their views about reading in general. 

Step 6: Test paper analysis 
The reading test papers completed for the Autumn term assessment were analysed 

to gather information about any particular content domains that were an area of 
difficulty for the focus children. 

Reading is boring. I like watching T.V. I only read when I 
have to. 

Trafford Research Network 2018 

30% 

39% 

31% 

How often children read to an adult at home per week. 

More than 4 times 2-3 times once or less

Children who read regularly at 
home do significantly better in 

school. 
(Education Endowment Foundation) 

 

Parents can help their children 
achieve their full potential by 

spending time reading with them. 
(Organisation for Economic  

Cooperation and Development) 
 

Reading books together had the 
greatest effect on performance 

in school. 
(Organisation for Economic 

Cooperation and Development) 
 

The best strategy and skill 
teaching will be unsuccessful 

when students are unmotivated 
and unengaged. 

(International Reading  
Association) 

 

TRN contact Sue Goldrick: sue.goldrick@manchester.ac.uk 
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Text: Paste or type your text into a pre-existing placeholder or drag 
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This research project has identified that enquiry-based learning at 
Springfield Primary School is defined differently across the key 
stages.  Findings highlighted that practice in the EYFS was more 
consistent with the academic definitions that were researched.  
Key Stage Two was found to be the least consistent phase when 
compared with the academic definitions of enquiry-based learning. 
 
It was found that there were many common themes when staff, 
pupil and parent data was compared – active, practical, 
collaborative and thinking for self.   Whilst all agreed on these 
most common themes, when taking the academic research into 
account, it is now more apparent that some of the least mentioned 
themes will now become areas for future development. 

The learning walk in 
EYFS showed that 

enquiry-based learning 
is part of everyday 

experiences, as 
evidenced by this 
learning pathway. 

Springfield Primary is a large primary school with more than 600 
children on role, including a part-time nursery.  It is located in the 
busy town centre of Sale.  The school’s ethos is based on strong 
values, which are shared by the whole school community – staff, 
pupils and parents.  It is a growing, diverse school, where more 
than 30 different languages are spoken.   
Many children come from  professional families, however, some 
come from areas of social deprivation and the school has earned a 
good reputation for how well it welcomes, supports and develops 
all children and their families.  

Rationale 

The words most frequently used by staff when describing what 
enquiry-based learning meant to them are shown in this word 
cloud. 
 
 
 
 
 
 
 

Children’s focus groups gave responses to questions as follows: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Conclusion 

Next Steps 
Develop a consistent and progressive model for enquiry-based 
learning across the whole school by: 

• Developing classroom environments to ensure 
children have the freedom to explore all 
possibilities. 

• Providing children with a wide range of 
opportunities to apply their knowledge. 

• Allowing children to take risks and learn through 
trial and improvement. 

• Assisting staff in developing their role as 
facilitators. 

• Explicitly teaching questioning skills. 
• Explicitly teaching collaborative practice. 

This research project forms part of the school’s self-evaluation 
process. Further to a recent science ‘Deep Dive’ by the University 
of Manchester, the school was advised to increase the use of 
enquiry-based learning in order for the pupils to make progress as 
scientists, within and beyond the classroom, thus making lessons 
truly child-led.  
After initial discussions with staff, it soon became clear that 
differing ideas were held as to what ‘enquiry-based learning’ really 
is. It was therefore identified that there was a  need to address this 
before moving onto the recommendations from the ‘Deep Dive.’ 
Reflecting upon academic research within the field of enquiry-
based learning (Byrne et al, 2016), it was found that the following 
framework captured the vision for this whole school development, 
where children will: 
 

(1) engage actively in the learning process with the emphasis on 
observation and experiences as sources of evidence;  
(2) tackle authentic and problem-based learning activities where 
the correctness of an answer is evaluated only with respect to the 
available evidence and getting to a correct answer may not be the 
main priority;  
(3) practice and develop the skills of systematic observation, 
questioning, planning and recording to obtain evidence;  
(4) participate in collaborative group work, interact in a social 
context, construct discursive argumentation and communicate with 
others as the main process of learning;  
(5) develop autonomy and self-regulation through experience. 
 

(Byrne, J., Rietdijk, W. & Cheek, S. (2016) Enquiry-based science in the infant classroom: 
‘letting go’, International Journal of Early Years Education, 24(2), pp206-223) 
 
 
 

The approach to the project was a three-phased process: 
 

Staff 
Staff completed questionnaires, within year groups, relating to their 
perceptions of enquiry-based learning.  Results were then analysed 
to identify any emerging themes.  
 

Children  
Firstly, staff from each year group in KS2 were asked to identify one 
child from each class, representative of gender, ethnicity and  
academic ability, to take part in a focus group. In order to maintain 
consistency, one member of the research team carried out the focus 
groups, using pre-prepared questions. 
Secondly, observations took place in the EYFS. 
 

Parents 
As part of the school’s parent consultation process, a group of 
parents from across school were asked for their response to a pre-
prepared question.  

What does enquiry-based learning mean to us at Springfield Primary School? 

Springfield Primary School 
Paula Tomlinson, Natalie Torrance & Alison Chard 

Results & Findings 

What makes learning fun? 
                  
“group work” “interactive 
learning” “moving around” 
“thinking for self” “challenges” 
“practical” 

What types of activities help 
you learn best?                  
 
“Group work” “partner work” 
“rhyme & song” “collapse 
days” “creative tasks” 
 

Can you think of an 
learning experiences you 
have enjoyed lately and 
why? 
                  
“school trips” “role play” 
“drama” “debates” “creative 
story work” “active learning 
(30:30)” “Greek/Viking Days” 

Approach 

Staff 

 
 
 
 
The results within Key Stages were analysed. The EYFS 
results showed there is more emphasis on the children using 
what they already know to discover new methods and make 
new connections in their learning.  In Key Stage One, the 
children focus on communicating their ideas with others and 
learn new skills to discover new information.  Key Stage Two 
results showed that children concentrate on learning facts, 
whilst honing their questioning skills and forming new ideas 
for their learning. 

Thematic analysis 
of the staff data 
highlighted 25 

themes relating to 
enquiry based 

learning: 

Practical 

Physical 

Dressing
-up days 

Skills 
based 

Exploring 

Fun Trips 

When is learning not fun, 
or when is it difficult? 
                  
“teacher talks too much” “too 
much writing” “too many 
facts” “too much 
reinforcement” “teacher 
reading answers out” 

Pupils 

      Trafford Research Network 2018 

Introduction 

Which types of school 
activities / learning 

opportunities is your 
child most likely to talk 
about unprompted at 

home? 

Parents 

TRN contact: Sue Goldrick 
sue.goldrick@manchester.ac.uk 
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 The  children were asked to identify where they felt most confident in 
school.  
 
OUTDOORS 
 “Outside makes me feel adventurous.” 
 
 
 
 
 
 
 
 
 
SKILLS 
“Art makes me feel like I am a designer.” 
I like learning about time because it will help me later on.” 
 
 
 
 
 
 
 
 
 
 
PEOPLE 
“In Enrichment I am with my friends doing things I love.” 
“I am nervous when I do or meet someone new because it’s hard to 
talk to someone I don’t know.” 
 
 
 
 
 
 
 
 
 
 
EMOTION 
“I love being in art Enrichment because I can talk and it is peaceful 
which makes me happy.” 
“Cooking is calming.” 
 
 
 
 
 
 
 
        
 
 
What now? 
The next step was to observe how the interactions and behaviour of 
these children in their preferred and least liked setting and to glean the 
views of others across school.   
 
  

What is self-esteem? 

Observations – same child different perception. 

Focus Groups:  
Thematic Analysis 

Observations  

Whole-School Questionnaire  Conclusions  

Next Steps  

In order to gain a wider view- we then involved the children in the 
Student Council team. They discussed similar topics to the focus 
groups and derived a whole-school questionnaire for children in Y1 -6 
to anonymously complete. 78% were returned. 

All adults including parents and the child themselves completed 
an SDQ (Strengths and Difficulties Questionnaire) on the child. 
The results of these questionnaires are shown on the graph below. 
 
 
 
 
 
 
 
 
 
  
 
Conclusions from SDQs 
• Distorted picture of themselves in relation to  others’ views, their 

own views are significantly different.   
• Some adults scoring children more highly than others – possibility 

that setting/task impacts how the child presents and that staffs’ 
behaviour techniques need to be a focus for staff development. 

• Almost 50% of the children said they are happiest in Lomax Wood 
(our Forest School and Earth Adventure outdoor space).  

• The lesson where pupils felt they are most confident is during 
Enrichment activities.  

• The areas where pupils  felt they are least confident are Maths and 
English.  

• Comments from others were the biggest factor in motivating the 
children.  

Situational Changes in Self-Esteem and Behaviour  

Lime Tree Primary Academy  
Trafford Research Network 2018 

Alison Dean, Lauren Evans, Wendy Terry 

We had a hunch that our children’s self esteem was boosted by 
sessions outside of the classroom setting. We wanted to investigate 
firstly if this was the case, and if so what could we learn from this; with 
a view to replicating the positive impact  these sessions had on self 
esteem within classroom practice.  
 
We identified Y2 and Y4 to focus our study, based on the following: 
significant emotional needs within the cohort, and time to implement 
positive change. 
Class teachers  identified 5 children  of all ability levels whose self-
esteem they perceived was impacting on their well being.  

Child A 
‘ Can’t do not doing, poor eye contact, lacks confidence’ 
‘Focussed, achieving, confident, real maturity.’ 
 Child B 
‘Enjoys being outside and physical with her peers.’ 
‘Struggles with friendships and listening and carrying out instructions 
issues.’ 
 
 Strength and Difficulties 

Questionnaire  

 
Evidence from research conducted shows that focus group children 
have show variations in typical behaviour (associated with self- 
esteem) which is dependent on setting.  
  
Children are motivated by interaction with others (peers and adults) 
and focus group children feel most confident when there is a sense of 
quiet and calm, along with the opportunity to interact.  
  
In settings where a child is feeling less confident, their interactions with 
others are less and can be inhibited by other children or adults.  
 
In settings where children identify themselves as less confident, their 
engagement is not effected- all appeared to be listening and 
completing the task.  
 
Across school, children feel happiest when engaging in Enrichment. 
Further investigation needed to unpick reasoning. 
  
Could this be: 
• Small group size 
• Practical skills based learning/ real life 
• Less pressure due to lack of ‘right’ answers 
• More chance to interact with peers  
• Reduction in individual tasks that are measurable against their peers 
  
  

Discussion of the following to take place over the next academic 
year:  
 
Consider lesson structure with staff: 
• Could we focus on working in small, child-led groups across all 

school settings. 
• Are there more opportunities to allow for flexibility with groupings 

to encourage interactions that are less guided by ability? 
 

Teaching Development:  
• How could staff adopt strategies to help the children to develop 

more balanced and accurate view of strengths and skills? 
• How can we support staff to embed ‘Growth Mindset’ 

approaches and focus comments on application and process 
rather than outcome? 

• Staff to consider use of ‘down time’ to allow for pupil voice;  
allowing for children’s comments and conversation, in relation to 
process,  to be valued.  
 

Further Research: 
• What is it about the Enrichment program that facilitates the feeling 

of confidence?  
• What element of Enrichment can be embedded into QFT? In 

which classrooms Is this already present and how do we share this 
outstanding practice?  
 

Children were observed in two settings,  
• a setting where they felt least confident. 
• a setting where they felt most confident. 
 
Key findings:  
 
MOST CONFIDENT SETTING 
• Interaction with peers.  
• Children dominating conversations, lead and be lead.  
• Opportunities to interact with peers and lead peers. 
• Flexibility in groupings choosing who they work with. 

 
LESS CONFIDENT SETTING 
• Less flexibility in task and groupings caused the children to present as 

less assertive, motivated and engaged.  
• Children were avoiding interactions with peers and adults.  
 
  

Our Focus 
What impact does self esteem have on our children’s learning? 

We viewed self-esteem as, ‘an individual evaluation of their personal 
worth’. 
Research indicates that ‘Self-esteem is a vital issue in respect of the 
formation of identity and self-confidence. However it also has a direct 
effect on the way that pupils approach learning challenges. Clearly 
teacher expectations are a particularly significant influence on the 
ways in which pupils see themselves’.  

Lawrence, D. (2006) Enhancing Self-Esteem in the Classroom 

TRN contact: Sue Goldrick  sue.goldrick@manchester.ac.uk 
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Bowdon Church  School (BCS) is a high-achieving, Ofsted 
Outstanding primary school, situated in an advantaged area.  
Writing at BCS is assessed significantly below Maths and 
Reading and this has been the case over many years*. 
In Reading, Maths and SPaG, our KS2 results way exceed 
Trafford and national averages, with over 50% of the cohorts 
every year working at Level 6/Greater Depth.  
This is not the case in Writing, where we rarely achieve a 
figure above 30%.  
As the stakes in Writing are high because it is part of the 
combined measure by which the school is judged, we need to 
investigate the barriers to achievement and endeavour to 
dismantle them. 
 
* It was not within our remit in this enquiry to examine to veracity of Writing assessment, 
which is done by teacher and not by test. We have assumed that our assessing is robust.   

 
 

Context 

We initially planned to examine gender differences, as boys’ 
writing results are, on average, lower than girls’. Our first 
wave analysis indicated that of our ‘underperforming’ children 
across the school (that is, children teacher assessed as 
meeting ARE or GD in Reading and Maths but lower in 
Writing) , 65% were boys.  
 

However, after familiarising ourselves with published 
educational research on gender differences and boys’ writing, 
we realised that focussing on gender may be a distraction as 
whilst boys tend to lag behind girls in writing, their gender 
may not be causal but coincidental.  
 

Our test population thus consisted of children who are 
demonstrably performing consistently in other core areas 
(Reading and Maths) but are lower in Writing.  
 

We also selected a control population of children who were 
consistent performers (not necessarily high ability) across the 
3 core areas.  

Plan 

We first analysed attainment data for all pupils in year groups 
1 to 6, to see what our sample size was likely to be. This 
indicated that about 50 children across the school (Year 2 and 
up) fulfilled our criteria.  

 

We then conferred with class teachers about the specific 
children, to ensure that mitigating circumstances (e.g. EAL) 
were not the drivers for the child’s underperformance.  

 

We ended up with a test population of  34 children.  
 

  
 

Data Analysis - Identifying Subjects 

The test population, and a small control group,  completed a series of tasks in a focus-group environment, including: 
 
1. A diamond 9 exercise whereby they had to consider the most important aspects to being a good writer.  
2. A self assessment task where they had to judge their own performance in writing against the same 9 aspects.  
3. A questionnaire asking about screen time, family size/circumstances, hobbies, perceptions of themselves as writers etc.  
 

Their teachers completed the same diamond 9 task and also assessed each child against the 9 aspects of writing.  
 

These tasks were completed by both the test and control populations. 
 

The resulting data were analysed. 

Active Research Key Findings 

Impact 
One early impact has been to raise the profile of pupils who are 
comparatively underachieving in Writing and to communicate why it is 
important for us as a school to ensure that we put measures in place 
to ensure that this underperformance does not continue.  

Next Steps 
A possible follow-up enquiry for next year would be to examine 
teachers’ written comments on pupils writing. We would seek to  
determine if what they write matches the opinions on the importance 
of the aspects of writing in the survey. 
We also need to further interrogate the data we collected in our focus 
groups, to see if any further trends emerge. For example, one 
question we posed was ‘What was your favourite writing task this 
year and why?’ The analysis we have done so far has been 
quantitative. We need to do qualitative analysis on these types of 
questions as they may inform teaching practice going forward. 

Why do some pupils underachieve in writing, 
compared to other subjects?   
   Daniel Hayward & Sam Thompson, Bowdon Church School 

1. Diamond 9 Exercise 
A. All year groups in the control population awarded a higher priority to 
'Knowing what the teacher wants' than any other aspect of writing. 
Moreover, Years 4 & 5 both placed 'Understanding how' second. This 
shows that the control population, certainly as they proceed through 
KS2, have a shared understanding that in order to be a good writer you 
must understand and follow the teacher's brief and know how to deliver 
to it. 
B. The control population is more aligned to the teacher population in 
terms of prioritisation. 
C. The test population gave a higher priority to handwriting than the 
teacher or control groups. The higher placing of handwriting, grammar 
and punctuation than by both the teacher and control populations 
suggests that these children place greater emphasis on the technical 
aspects of writing and see success in these as key to success overall. 
 
2. Assessment Task   
A. Pupils in the test population are more likely to have an inflated sense 
of their own ability compared to the control population. 
B. In both populations there was a pattern of children assessing their 
own ability differently from the way in which they had prioritised the 
important elements of good writing. For example, one child indicated 
that 'Having good ideas' was the most important aspect of being a good 
writer but assessed him/herself as being well below average in this area. 
 

3. Questionnaire 
A. The control group were much more likely to choose writing as their 
favourite subject. The test population were much more likely to identify it 
as their least favourite. Furthermore, the control group were more likely 
to believe that their teacher has a good opinion of their writing ability. 
Whether these differences are causes of underperformance in writing, or 
effects cannot be discerned from this study. Negative opinions of one’s 
own writing ability is likely to be a significant barrier to improvement. 
 

B. The test population were more likely to identify basic skills such as 
handwriting and spelling as the most important aspect of writing for them 
to improve, both in their own opinion, and their impression of their 
teacher’s opinion. Teachers, however, consistently  ranked these as the 
least important . It raises the question of whether teachers are 
unwittingly  promoting these opinions. 

1. All yeargroups in the control 
population awarded a higher 
priority to 'Knowing what the 
teacher wants' than any other 
aspect of writing.  
Moreover, Years 4 & 5 both placed 
'Understanding how' second. This 
shows that the control population, 
certainly as they proceed through 
KS2,  

have a shared understanding thatin 
order to be a good writer you must 
understand and follow the teacher's 
brief and know how to deliver to it.  

2. The control population is more 
aligned to the teacher population in 
terms of prioritisation.  

3. The test population gave a higher 
priority to handwriting than the 
teacher or control groups. The 
higher placings of handwriting, 
grammar and  
punctuation than by both the 
teacher and control populations 
suggests that these children place 
greater emphasis on the technical 
aspects of writing and 
see success in these as key to 
success overall.  

Key Findings:  
1. All yeargroups in the control population awarded a higher priority to 'Knowing what the teacher wants' than any other aspect of writing.  
Moreover, Years 4 & 5 both placed 'Understanding how' second. This shows that the control population, certainly as they proceed through KS2,  
have a shared understanding thatin order to be a good writer you must understand and follow the teacher's brief and know how to deliver to it.  

2. The control population is more aligned to the teacher population in terms of prioritisation.  

3. The test population gave a higher priority to handwriting than the teacher or control groups. The higher placings of handwriting, grammar and  
punctuation than by both the teacher and control populations suggests that these children place greater emphasis on the technical aspects of writing and 
see success in these as key to success overall.  

1. All yeargroups in the control population awarded a higher priority to 'Knowing what the teacher wants' than any other 
aspect of writing.  
Moreover, Years 4 & 5 both placed 'Understanding how' second. This shows that the control population, certainly as they 
proceed through KS2,  
have a shared understanding that in order to be a good writer you must understand and follow the teacher's brief and 
know how to deliver to it.  

2. The control population is more aligned to the teacher population in terms of prioritisation.  

3. The test population gave a higher priority to handwriting than the teacher or control groups. The higher placings of 
handwriting, grammar and punctuation than by both the teacher and control populations suggests that these children 
place greater emphasis on the technical aspects of writing and see success in these as key to success overall. 

1. Children in the test population are more likely to have an inflated sense 
of their own ability across the 9 variables compared to the control 
population. 
2. In both populations there was an interesting pattern of children 
assessing themselves differently from the way in which they had 
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Diamond 9 Analysis - summary & findings

Total Teachers Total Test Total Control

Understanding how 36 Good ideas 126 Knowing what teacher wants 52
Good ideas 35 Knowing what teacher wants 117 Understanding how 39
Knowing what teacher wants 31 Grammar 110 Grammar 38
Interesting words & phrases 26 Handwriting 108 Good ideas 37
Grammar 24 Punctuation 103 Spelling 34
Punctuation 23 Understanding how 102 Handwriting 33
Spelling 16 Interesting words & phrases 99 Punctuation 32
Writing enough 14 Spelling 93 Writing enough 31
Handwriting 11 Writing enough 85 Interesting words & phrases 28

Strengths & Weaknesses Analysis - summary & findings

Test Population Overall

Children's self assessed total scores (across 9 variables) 870

Teachers' assessed total scores for test population children (across 9 variables) 793

Variance -9%

Control Population Overall

Children's self assessed total scores (across 9 variables) 348

Teachers' assessed total scores for test population children (across 9 variables) 332

Variance -5%

Test     
Population

Control     
Group

Difference    
(CG - TP)

Number in group 34 12

Writing favourite subject 12.0% 71.7% 59.7%
Writing least favourite 58.9% 13.3% -45.6%
Age appropriate favourite book 94.6% 100.0% 5.4%
Identified enjoyed writing 80.6% 62.8% -17.9%
Believes teacher thinks good writer 64.4% 82.2% 17.8%
Basic skil ls as teacher  improvement 73.9% 41.7% -32.3%
Basic skil ls as own  improvement 61.9% 21.7% -40.3%
Reads teacher's comments 92.3% 100.0% 7.7%
Reads at home over 5 hours / week 38.2% 52.2% 14.0%
Screen time over 10 hours 41.7% 53.9% 12.2%
Screen time over 20 hours 18.5% 0.0% -18.5%
Aspirations require good writing 46.5% 43.3% -3.2%
Immediate family 3 or fewer 29.6% 30.0% 0.4%
Immediate family 5 or greater 24.4% 11.1% -13.2%
Own bedroom 87.3% 85.0% -2.3%
Extra-curricular sports 94.6% 91.7% -3.0%
Plays musical instrument 44.1% 30.6% -13.5%

3. Questionnaire  

1. Diamond 9 Exercise 

2. Self Assessment Task 

TRN contact: Sue Goldrick sue.goldrick@manchester.ac.uk 



    Parental questionnaire
We devised an anonymous parent questionnaire to investigate 
the reasons behind poor attendance and punctuality. Our 
parents indicated many reasons as to why their children were 
absent or late. 

These included:

* They live too far from school

* Children were ill

* Children are slow in the morning

* The children were tired after mosque school

* Limited parking around school

* Children were anxious about coming to school

* The parents themselves were ill (and single parents with no 
   support network)

Their ideas about improving our attendance and punctuality 
were as follows:

* Free breakfast as an incentive

* Change the school day to allow children to have activities 
  after school (and get up later)

* Term by term trips for 100% attendance

* Produce an information sheet about how poor attendance 
  and punctuality affects learning and engagement

N.B. Many parents 
were interested in 
our suggestion of a 
‘Walking Bus’ 
scheme.

We met with an 
attendance lead 
from a school in 
which the walking 
bus had been an 
effective method of improving attendance and punctuality. 
We were also invited to see their ‘Walking Bus’ in action.

We then used Google Maps to plot potential routes based 
on the locations of our children.

                   Policy
Our school has a long history of poor attendance due to 
term time holidays, we found that we were lacking a 
concise attendance and punctuality policy, therefore our 
first step involved researching other schools policies and 
writing our own policy which was specific to our setting. 
We included sections on our rewards and sanctions 
relating to punctuality and attendance and highlighted 
the expectations of the school community as well as the 
expectations of the Department for Education.

The new policy has given our learning mentor (who is 
tasked with monitoring and reporting on attendance and 
punctuality) more authority to act on persistent 
absenteeism and poor punctuality.

The national figures in the academic year 2016-2017 for 
persistent absenteeism in state funded primary schools 
was 8.3%, Gorse Hill Primary's figure was 9.9%. 
The national average target for attendance in primary 
schools is 96%, Gorse Hill Primary falls below this at  
94.6%.

              Next Steps
We feel that as we are approaching the end of this 
academic year we require more time in order to develop 
this project further and implement our findings.

* Trial ‘Walking Bus’.

* Encourage ALL children to walk to school. 

* Continue to promote ‘Healthy School’ initiative and 
  strive for award.

* Continue to promote our reading breakfasts to 
  encourage parental involvement.

* Encourage parental engagement across the school 
  and discuss possibility of parenting and health 
  awareness classes.

 The empirical 
evidence shows that 

parental engagement is one of 
the key factors in securing 

higher student achievement 
and school improvement.
(Desforges and Abouchaar 2003; 

Harris and Chrispeels 2006)

“
”Walking Bus

Introduction
We were aware that our attendance figures were 
slightly below national requirements for primary 
schools and that we had several pupils whose 
attendance or punctuality was persistently low.

We wanted to investigate the causes behind this 
and how we, as a school, could respond.

What are the causes of poor 
attendance and punctuality 

in our school and how 
might we respond 

to them?

Gorse Hill is a larger 
than average primary school 
within the Trafford L.E.A. We 
are a very diverse school with 
408 pupils on roll (May 2018)

Pupil Premium 22%
Pupil Premium Ever 6 43%
Special Educational Needs 

and Disabilities 15.4%
Ethnic Minority Background 59%

English as an additional Language 33%

Our Setting

By Tsering O’Breasail & Carmen Wilson
Poster Design by Claire Ferguson

Child A had been at our school since Reception and has 
rarely had an attendance figure above 85%. He is 
currently in Year 3 and at his lowest point this year, his 
attendance at school was at 63.39%.

Due to instigating change in our attendance policy and 
changing the way in which we record absences, we 
were able to escalate Child A's case and involve 
Social Services in the latest meeting that we had with 
the Education Welfare Officer and Child A's parents.
Since this meeting 6 weeks ago,  Child A has had 
100% attendance and his overall attendance figure is 
now 68.67%.

Case Study
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Why have we chosen this focus? 
The context of English Martyrs is a smaller than average primary school, 
children are predominantly White British, mostly Catholic with very 
supportive parents who are ambitious for their children. Pupil numbers on free 
school meals register and special educational needs register are low. Numbers 
of children with English as an additional language and pupil mobility are also 
low. 
 
Data, both statutory and in house, shows that achievement in reading and 
maths is good. Writing across all years and all groups of children largely lags 
behind reading and maths. There are fewer children reaching the higher 
standard in writing than in any other subject. In addition, progress in writing, 
in all year groups,  is lower than progress in reading and maths.  

Next Steps 
Moving forward into year two this research will focus on the following questions:  
 

•How effective is verbal feedback at the point of learning? 
•How do we develop consistency in verbal feedback throughout school? 

•Are children motivated to improve off a written comment?  
 

In every curriculum area we want children to be able to identify the following: 
 

Where am I going? 
How am I doing? 

What do I need to do next? 
 

Recently (April 2018) the Education Endowment Fund published research on 
metacognitive strategies. This is a very exciting area and will be used to help 
develop feedback strategies further.  

What have we found out? 
•It was surprising to learn that staff felt they spent most time giving verbal feedback. 
As a research team we had a hunch that staff spent most time giving written 
feedback. This discovery took us in another direction with our research question and 
led us to wonder:  

How effective is our verbal feedback? 
 

•Staff could define clearly what feedback is, understanding this was to reflect , 
evaluate and improve.  
 

•It was surprising to find that only 2 teachers used the words ‘discussion’, ‘verbal’ or 
‘shared’ in their definitions of feedback. This result didn’t correlate with the findings of 
our initial questionnaire where most teachers identified that they gave more verbal 
than written feedback. 
 

•Although we currently ask children to respond to a marking comment, we found 
that they don’t always take on board the improvement suggested from a written 
comment. The children also struggled to show where this had impacted on their 
future writing.  
 

•When interviewed, children commented that they didn’t always understand what the 
written comments on their work  meant and had to ask for clarification. They were 
sometimes unclear as to how the comment would help them improve. 
 

•Children understood that teachers were there to guide them rather than tell them 
what to do and they relished the opportunity to edit and improve their work 
independently. 
 

•Feedback to SLT from the external consultant indicated that some teachers were 
more proficient in taking on board the suggestions for improvement, irrespective of 
experience.. Common themes were:  
Children to be encouraged to say what they already know about context, grammar, 
etc. 
 Where writing about a particular setting each class should spend time generating  
a key  vocabulary  list. 
Children need to spend longer at the planning stage and value their plans in order 
to produce better quality writing. 

English Martyrs’ RC Primary School 
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Enquiry Process 
As a research and development team we came up with the following process in order to understand how 
feedback is given at English Martyrs’ Primary School. 
 

•We identified a focus group of up to six children in each class. The children were identified as having the 
potential to accelerate progress in their writing. This group was set a target of achieving a ‘Greater 
Depth’ judgement in writing at the end of this academic year. 
 

•Using staff meeting time we spoke to staff about the research project and gave a questionnaire  with 
seven questions .The questionnaire gauged teachers’ thoughts on feedback and the type of feedback they 
felt was most effective. 
 

•Analysing the results of this questionnaire told us that staff felt that they spent most time giving verbal 
feedback. Staff also thought that verbal feedback at the point of learning was the most effective way to 
move children’s learning forward. 
 

•We used staff meeting time to gauge staff’s understanding of ‘what feedback is’. We asked staff to write 
their own definitions of feedback. The words used by staff in their definitions can be seen in the word 
cloud above. Larger words were used more frequently by more members of staff. 
 

•Discussions took place with children from each focus group. We discussed the children’s opinions of 
feedback and how different types of feedback helped them to improve their writing. 
 

•Moderation was key to develop an understanding of how feedback was influencing improvements in 
children’s written work. We employed an external consultant to work with each teacher on several 
occasions during the year. The consultant helped each teacher by: 
 providing assistance in identifying ‘next steps’ in the children’s learning, so that feedback was targeted 
correctly. 
 working in the classroom with the identified children and class teacher to support learning. 
moderating writing assessment judgements against the ‘Greater Depth’  writing criteria. 

Research & Reading 
 

‘The most powerful single modification that enhances 
achievement is feedback. The simplest prescription for 

improving education must be dollops of feedback.’ (Hattie 1992) 
 

Hattie (1992) has identified the effect of over 250 influences on student 
achievement. Teacher clarity, scaffolding,  and feedback have the potential to 
considerably accelerate children’s achievement.  
 
Reading and external research (Hattie, 1992: Hattie and Timperley, 2007; Lee, 
2008: and Nottingham, 2010) points to feedback being a key tool in 
accelerating pupil progress. As a result we decided that in order to develop the 
quality and effectiveness of our feedback we needed to first find out: 
 
What does feedback look like at English Martyrs’ Primary 
School? 
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Staff were asked to write their own definitions of feedback. The diagram above 
shows the frequency of words that staff used. Larger words were used more often in 

the definitions. 

Factors arising along the way 
Initially, at the start of the research, we believed we would arrive at a 
conclusion that informed us of how feedback could be delivered to give 
most impact in accelerating writing. As we progressed it became clear that 
this research project would take a longer time to get a clear picture of 
what the children find most useful in helping them to make good progress 
in their written work. As a result we extended the length of this research 
project to two years. 
 
The groups of children we worked with were the most motivated writers. 
They were identified as they were more willing to take on board feedback 
to improve their writing.  





A huge thank you to Sue Goldrick and the

team from the Coalition of Research 

Schools. Our growing partnership is 

enabling more and more partner schools 

to utilise research and development 

opportunities in order to enhance practice 

from within and improve pupil outcomes. 

We are very proud of the impact this 

partnership has already had on schools 

and we are excited about the potential for 

further collaboration in the future.
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·         Bowdon Church School
·         Gorse Hill Primary School
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For any further information about specific 
projects, please contact the schools directly.


